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PROMISING PRACTICE

DESIGNING AND IMPLEMENTING A MENTORING PROGRAM TO
SUPPORT CLINICALLY-BASED TEACHER EDUCATION

JOHIN E. HENNING, DIANNE GUT, and PAMELA BEAM

Teacher Education, Ohio University

This article describes one teacher preparation program’s approach to designing and émplementing a
mentoring program to support clinically-based teacher education. The design for the program is based
on an interview study that compared the menforing experiences of 18 teachers acvoss three different
coniexis: student leaching, early field experiences, and entry year teaching. The findings were used lo
extend field experiences, fo develop a clinical curriculum that clearly articulafed university expectations,
and 1o creale a sevies of hree menloring workshops. In the description of the menioving workshops, we
show how we developed @ curriculum for frofessional development of wentor feachers that inchides
a clear articulation of teacher candidate activities, co-teaching approaches, and mentoring strafegies
needed at differend levels of teacher candidate development,

The National Research Council identified clinical experiences as one of the three “aspects
of teacher preparation that are likely to have the highest potential for effects on ontcomes
for students” (2010, p. 180). The increased importance given to Icarning through practice
has resulted in a worldwide expansion of school-based experiences during preservice
tcacher education (Maandag, Deinum, Hofman, & Buitink, 2007; National Council for
Accreditation of Teacher Education [NCATE], 2010; Ronfeldi & Reininger, 2012; Villegas-
Reimers, 2003). In the United States, the most notable of several recent calls to place
more emphasis on clinical experience, was the Blue Ribbon Panel Report, NCATE's (2010)
recent call for clinically-based teacher preparation.

Clinically-based teacher education places practice at the center of teacher preparation,
thus increasing the importance of mentoring. The term “mentor’ teacher is intended to
broadly encompass a continuum of teachers who serve as the mentors, including teachers
who mentor beginning teacher candidates during early field experiences, teacher candi-
dates engaged in their professional internship {student teaching), and teachers who men-
tor new teachers in their initial years of teaching. Mentor teachers have the responsibility
of introducing preservice and newly inducted teachers to the practical and intellectual
work of teaching by providing sustained, critical fcedback to ficld experience students
(Feiman-Nemser & Buchmann, 1987; Zeichner, 1996}. Various studies have suggested that
a carefully designed mentoring program can increase the effectiveness of mentors by:
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first, supporting communication between university faculty and public school teachers;
second, helping mentor teachers develop the skills to work with preservice teachers; and
third, helping mentor teachers in other aspects of their everyday practice; for example, in
collaborative coaching with their peers (Dever, Hager, & Klein, 2003; Evertson & Smithey,
2000).

The purpose of this article is to describe one teacher preparation program’s approach
to designing and implementing a mentoring program to support clinically-based teacher
education. The design for the program is based on an interview study that compared the
mentoring experiences of 18 teachers across three different contexts: student teaching,
early field experiences, and entry year teaching. The findings were used to extend field
experiences, to develop a clinical curriculum that clearlyarticulated university expectations,
and to create a series of three mentoring workshops. In the description of the mentoring
workshops, we show how we developed a curriculum for professional development of men-
tor teachers that includes a clear articulation of teacher candidate activities, co-teaching
approaches, and mentoring strategies needed at different levels of teacher candidate
development,

Literature Review

Litde has been written on the role of mentoring during carly ficld expericnces, and few
comparisons have been made between differences in mentoring at the student teaching
and entry year levels. Instead, the emphasis in the research literature has been on inves-
tigating a wide variety of mentoring approachces independently of their context, such as
attributing a mentor’s use of strategies to a style preference (Hawkey, 1997; Hennissen,
Crasborn, Brouwer, Korthagen, & Bergen, 2008). Hennissen and colleagues’ (2008) exten-
sive review of the literature found that mentoring styles can vary along two continuuns,
from active to reactive and directive to nondirective. Mentors with an active style are more
assertive about introducing discussion topics than reactive mentors, and directive mentors
provide more guidance and fewer choices for than nondirective mentors.

The mentor’s choice of strategies also depends on whether the relationship with the
menlee is more collcgial or personal (Kram, 1983; Martin, 1994). Mcntors comfortable
with a collegial relationship are direct, formal, and informative when giving feedback: the
primary means of communication may be through “showing™ and “telling” (Hawkey,
1997; Le Cornu & Ewing, 2008). In contrast, a personal relationship is olten characterized
by an open dialogue that cnables the mentee to ask questions more agsertively and to
express their concerns more directly. Kram (1983) described mentoring relationships as
evolving through three stages: formal, cordial, and friendship. As mentors and mentees
move through the three stages, the mentee’s increasing proficiency in the classroom
coupled with their growing trust in each other gradually leads to an increasingly friendly

relationship, characterized by a strong sense of confidence and autonomy in the mentee
(Martin, 1994).

Mentoving Strategies Across Conlexts

The lack of previous literature precludes a discussion of the influence of context on
mentoring. Therefore, we will direct our remarks to brief characterizations of the three
clinical settings in this study. Each offers different opportunities for learning to teach and
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occurs at a different time in the development of a teacher. The authors were interested in
exploring potential differences in the mentors’ expectations for their mentees’ develop-
ment as a teacher across clinical settings. By examining these distinctions among mentor
expectations, we intend to provide a basis for developing mentoring strategies at different
places of teacher development.

Early Field Experiences

During early field experiences, teacher candidates spend a limited number of hours in the
school setting, engaging in classroom interactions of lesser complexity, such as observing
the teacher, assisting individual students, leading small groups, or teaching single lessons
(Darling-Hammond & Cobb, 1995; Ronfeldt & Reininger, 2012; Seiforth & Samuel, 1979).
Early field experiences offer several advantages, including a more gradual socialization to
the profession that translates into increased retention, better decision making, a greater
willingness to take risks, and better use of technology {(Fleener, 1999, Reinhartz & Stet-
son, 1999; Schwille & Dembele, 2007). However, early field experiences have also been
characterized as briel, fragmented, disconnected, and lacking in coherence (Applegate &
Lashley, 1982; Darling-HHammond, 2006; Lashley & Applegate, 1985; Smith, 1992).

Student Teaching

Because student teachers are engaged for longer, more sustained periods with their men-
tor, establishing a relationship is key to elfective mentoring (Moffett & Zhou, 2009;
Parker-Katz & Bay, 2008). This can be challenging when placements are determined by
convenience factors, such as the availability of the teacher and the proximity of the school
(Bradbury & Koballa, 2008). Typically, student tcachers must develop a new rclalionship
based on a complex interaction of two personalities, their respective psychosocial devel-
opment, and their background in education (Fletcher, 1998; Turner, 1993; Wildman,
Maglicro, Niles, & Niles, 1992). Successful experiences depend on using interpersonal
skills to achieve a high level of trust (Brooks, 1996; Pitton, 2006; Stanulis & Russell, 2000).
Mentees report that negative experiences can be attributed to poor mentor relationships,
a lack of feedback and encouragement, and a general sense of inhibition when making
teaching decisions (Rhoads, Radu, & Weber, 20110).

Entry Year Teaching

The level and quality of mentoring during the entry year of teaching can improve the
retention rate of entry year teachers, who face multiple chailenges (Joiner & Edwards,
2008). In addition to their lack of experience, entry year teachers also struggle with a new
school culture, curriculum, policies, procedures, and an administration with which they are
unfamiliar. Entry year teachers are often hired in lower achieving schools and classrooms
with a high proportion of students with disabilities, limited English proficiency, and families
with low socioeconomic status (Fletcher & Barrett, 2004; Hargreaves & Fullan, 2000}, The
stress of these challenges can be alleviated by providing professional development that
improves entry year teachers’ abilities to reflect on and solve problems, reduces their
feelings of isolation from other teachers, and fosters positive attitudes toward their first
year of teaching (Fandlli & McDougall, 2009; McIntyre & Hagger, 1996).
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Metheds

The design for our program was based on an interview study that examined differences in
mentoring at various points in teacher education. Our interest in the study was in discov-
ering differences in mentor teachers’ approach 1o mentoring across different contexts. We
believed that examining these differences would yield helpful information for providing
support (o mentor teachers. Accordingly, the authors interviewed 18 teachers with expe-
rience across three contexts of mentoring: carly field experiences, student teaching, and
entry year teaching. The rescarch question for this study was: Do mentor teachers report
differences in their mentoring interactions with teacher candidates based on differences
in the clinical setting?

Participants

The 18 participants in this study were sclected [rom multiple school districts from both
urban (n = 6) and rural settings (n = 12), were representative of teachers from kinder-
garten through secondary school, and had at least three years teaching experience. Seven
participants taught at the elementary level, eight in the middle grades (4th—8th), two
at the high school level, and one was a multi-age special education teacher. Each of the
participants had multiple experiences with mentoring student teachers, teacher candidates
in early field experiences, and entry year teachers.

Interview and Data Collection Procedures

The semi-structured interview protocol consisted of 107 open-ended questions on their
mentees’ teacher development, their relationships with mentees, and their mentoring
strategies. The interviews most often occurred at the participants’ school over a two-hour
period. The interviews were conducted by five teacher education faculty members.

Data Analysts

All interviews were audio recorded and transcribed, and this multicase study was analyzed
using a grounded theory approach. Two of the researchers used an open-coding approach
to independendy code the first transcript (Glaser & Strauss, 1967). They agreed on 63
(68%) of the 93 codes produced. The remaining codes were reconciled through discussion
hefore analyzing the other 17 interview transcripts. The individual codes were grouped
through axial coding into 11 sub-themes and four themes: Teacher Development, Context
for Mentoring, Mentoring Relationship, and Mentoring Approach (Corbin & Strauss, 2008,
see Table 1}.

A member check was conducted by convening seven of the original interview par-
ticipants into (wo focus groups of three and four participants. The coding scheme was
shared with both groups, and the participants were asked to respond on their validity.
Typical responses included “I felt your findings were right in my opinion” and “Right
on. That’s just the way it works.” The participants’ stated that the coding reflected their
understanding of mentoring across contexts and demonstrated their support of the themes
by providing additional examples (Gut, Beam, Henning, Cochran, & Knight, 2014}.




Downloaded by [Ohio University Libraries], [John E. Henning] at 15:41 26 April 2015

Mentoring to Support Clinically-Based Teacher FEducalion 149

TABLE 1 Summary of Coding Categories

I. Teacher Development Theme
Personal Characteristics Sub-thetne
Prior Experience
Misconceptions
Commitment
Non-traditional
Openness to Mentoring
Concerns Confidence
Professional Behavior
Flexibility
Tnitiative
Content Knowledge Sub-theme
Content Knowledge
Differentiation/Diversity
Pedagogy Sub-theme
Assessment
Behavior Management
Connection with Students
Data Collection
Candidate Development
Lesson Planning
Preparation
Time Management
II. Context for Mentoring Theme
Relationship Influences Sub-theme
Interaction Time
Mentor/Mentee Maich
Mentor Expectations Sub-theme
Expectations for the Specific Clinical
Setting
Students as a Priority
Standards-based Instruction
Candidate Progress
School Environment Sub-theme
School/teaching procedures
School politics/policies

IIl. Mentoring Relationship Theme

Time Sub-theme
Collaboration
Relationship Building
Prior Mentoring Experience Sub-theme
Positive Expericnces
Negative Experiences

. Mentoring Approach Theme Confidence

Sub-theme
Risk Taking
Experience

. Mentoring Approach Theme Mentor’s

Perceived Role Sub-theme
Guide
Support
Specific Mentering Strategies Sub-theme
Co-teaching
Guiding
Modeling
Providing resources

Bolded categories showed differences in mentor’s expectations hased on the clinical setting.
p g

Building Mentoring Capacity

Three key findings from the interview study guided our efforts to build mentoring capacity
in our teacher preparation program. First, limited interaction time during early field
experiences and entry year teaching constrained opportunities for mentoring. Second,
mentors had the least understanding of university expectatons during early field experi-
ences. Third, mentor teachers perceived their roles to differ across early field experiences,
the professional internship, and entry year teaching. These findings led to three initiatives
in our teacher preparation program: (a) the extension of clinical experiences, (b) the
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development of a clinical curriculum, and (c) the creation of three mentoring workshops
to address differences in role expectations. In the following sections, the authors describe
these injtiatives and the study findings on which they are based.

Extending Clinical Experiences

The first key finding from the interview study of mentor teachers indicated there were
limited opportunities for mentors and mentees to interact. To address this problem, we
extended our early field experiences, an initiative that aligned well with our goal of moving
to clinically-based teacher education. The abbreviated nature of early field experiences
made it difficult for mentor teachers to find time to converse with teacher candidates,
thus limiting the development of their relationship.

1 don’t have a lot of time when they come into a classroom to chit-chat and get to know them
or me, but I'll always invite them if you have questions you can write them down and leave
them on my desk. I'll be glad to take care of those questions or answering them the next time
we meet. But I'm not going to stop my class and have a conversation, you know, that would
have to happen outside of class. (4th Grade Teacher, Urban; Gut et al., 2014}

Our clinical experiences were extended by starting multiple, small initiatives. Fach of
these initiatives fcatured a yearlong clinical experience consisting of coursework and field
experience during the first semester and full time professional internship during the
second semester. Starting small afforded us opportunities to address problems when they
were more manageablc, generate momentum by creating small successes that buili lo larger
ones, and gradually expose faculty to new approaches to teacher education. Eventually,
these initiatives have expanded into sustainable and permanent program features.

At the graduate level our first pilot project began with the SciMath Teaching Fellows
program in fall 2010 and the Woodrow Wilson Teaching Fellows program, which began after
receiving external funding in the fall of 2012. Both were 15-month graduate programs
that required Science, Technology, Engineering, and Mathematics (STEM) candidates for
initial licensure to spend a year with a mentor teacher in his/her classroom. During fall
semcster, teacher candidates spent three full days in the classroom, and in the spring
semester, teacher candidates completed their professional internship in the same class-
room. Coursework was completed during the summer, fall, and following summer semester.
These programs led to the creation of the Clinical Master’s program, which utilized the same
design features to serve master’s students from English Language Arts Education and Social
Studies Education at the middle and secondary levels.

A similar initiative was begun at the undergraduate level during fall semester 2011 and
expanded from 15 to 50 teacher candidates over a three-year period. In this program, un-
dergraduates complete a yearlong experience by spending 10-15 hours per week in a school
setting during the fall semester and completing their professional internship in the same
school during the spring semester. The program began by soliciting volunteers; however,
a yearlong experience or its equivalent was required of all teacher candidates in 2014-15.

These initiatives were implemented in a teacher preparation program that serves
approximately 1100 undergraduate students and 50 graduate students enrolled in four
teacher preparation programs: Farly Childhood Education (age 0-8 including grades 1
and 2), Middle Childhood Education {(grades 4-9), Special Education, and Adolescent-
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to-Young Adult (AYA) (grades 7-12 and ages 12-21), and Muldage programs. During
the junior year, the Early Childhood, Middle Childhood, and Special Education programs
partner with local schools to create a yearlong experience that includes two full days a week
in schools for Early Childhood majors, 240 hours per year for Special Education majors,
160 hours per year for Middle Childhood majors, and 80 hours in schools for Adolescent-to-
Young Adult mnajors. AYA and Middle Childhood majors can engage in additional clinical
experiences through their methods courses or by choosing to participate in the Creating
Active and Rellective Educators (CARE) program. The latter offers 120 hours in schools
during the sophomore year and 160 hours during the junior year.

Extending the clinical experiences led to immediate changes in the experience of
professional interns, Teacher interviews indicated they are more commitied, form deeper
relationships with children, attempt more complex teaching strategies, and have a bigger
impact on student learning (Henning, Sickel, Taylor, & Ahmadhi, 2014). Mentor teachers
were generally pleased, but expressed concern should there be a poor match between
mentor and mentee or if the professional intern did not perform well. In response, we
began placing teacher candidates earlier to allow time for the mentor and mentee to meet
each other before beginning the clinical experience. Such meetings offer an opportunity
to form a more harmonious relationship that ultimately leads to better mentoring.

Developing the Clinical Curriculum

The second key finding from the interview study indicated that mentor teachers were
not clear about the expectations for teacher candidates, especially during early field ex-
periences and to a lesser degree during entry year teaching. The need for clarifying
expectations was further heightened by the pilot projects that extended the time teacher
candidates spent in the field. In addition, there have been several recent calls by leaders in
the field to provide more explicit, systematic instruction in the core practices of teaching
(Ball & Forzani, 2009, 2011; Grossman et al., 2009).

All three of these influences served as a catalyst for creating the Developmental
Curriculum for Clinical Experiences. The Developmental Curriculum describes a sequence
of clinical experiences that progress from simpler to more complex teaching skills, from
working with fewer to larger numbers of students, and from requiring less to more planning
and decision making, (For a more thorough explanation, see Henning, Erh, Randles, Fults,
& Webb, in press). This description of clinical experiences can serve as the foundation for
a clinically-based curriculum and as a guide for moving teacher preparation programs in
that direction.

The Developmental Curriculum was developed by representatives from five teacher
preparation programs across the state, all of whom were leaders interested in moving their
respective institutions to clinically-based teacher education. The group established the
following four design principles for the clinical curriculum: standards-based, organized
in a developmental sequence, simple and easily communicable, and stated in language
universally familiar to practitioners. After creating the Developmental Curriculum for
Clinical Experience, the representatives shared it with their faculty, revised it, and then
presented it at state and national conferences (Henning, Erl, Webb, Fults, & Randles, 2012,
2013). Now in its third year of implementation, the document has been well received by
stakeholders, and to date, the final version proved flexible enough to be applied to a wide
variety of contexts (see Table 2}.
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The vertical axis of the “Developmental Curriculum for Clinical Experiences’ lists
The State Standards for the Teaching Profession, and the horizontal axis describes three
developmental levels: Exploring, Engaging, and Emerging. The Exploring level is the least
complex, consisting of introductory experiences, such as learning names, recording grades,
and taking the lunch count. The Engaging level is located at the midpoint of the horizontal
axis and is associated with activities related to teaching a single lesson plan, such as creating
a formative assessment tool, creating scaffolds to support learning, and reflecting on an
individual lesson. The Emerging level describes activitics associated with designing and
implementing teaching units, such as developing an evaluation plan, designing activides
that encourage students to integrate information from multiple sources, and designing
and implementing multiple formative assessment strategies for the purpose of adjusting
instruction.

Mentoring Workshops

The third key finding from the interview study indicated that mentor teachers had different
role expectations across early field experiences, student teaching, and entry year teaching.
Accordingly, three mentoring workshops were developed as part of a sustained effort
to prepare mentor teachers to address different levels of teacher and teacher candidate
development. Beginning in the winter of 2010, several small grants were used to fund a
series of workshops designed to provide professional developmentfor mentor teachers. The
first focused on mentoring during early field experiences at the Exploring and Engaging
levels of the Developmental Curriculum. The sccond was developed to address mentoring
student teachers and entry year teachers at the Emerging level of the Developmental
Curriculum. The third was developed during the spring of 2012 to foster co-teaching across
all three levels of teacher candidate development in the Developmental Curriculum.

The design of each workshop offered teachers the opportunity for participation and
professional development. Gathering teachers and professors together for professional
development sessions maximizes the mutual exposure to the expertise of partners within
teacher education programs, provides time for communication and developing shared
understandings, and creates an opportunity to brainstorm further improvements to the
program. From such conversations, it was determined that teachers must see the mentoring
strategies as practicable and doable, and the professors must see the curriculam for
mentoring as grounded in rescarch, theory, and best practice. By eliciting examples [rom
a wide variety of constituents concerning their current practices, we were able to develop
mentoring strategies, clearly articulate them, and communicate them through websites,
written materials, workshops, and online courses.

The curriculum of the workshops consisted of mentoring strategies based on the
findings of the interview study and developed in alignment with the three levels of the
Developmental Curriculum for Clinical Experiences. Each set of strategies included the
types of activities mentees should be doing with P-12 students and the related coaching, co-
teaching, and assessment strategies that mentors can use at each level: Exploring, Engaging,
and Emerging. Further, Emerging was divided into two levels—one for the Professional
Internship and one for the Entry Year.

Exploring
The interview study findings indicated that mentors had the least understanding
of university expectations at the Exploring and Engaging levels of the Developmental
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Curriculum and subsequently expressed less confidence in their mentoring compared to
the Emerging and Entry Year levels. The lack of time to interact with teacher candidates,
coupled with a lack of clearly articulated university expectations, caused mentor teachers
to adopt very simple, low level goals, such as encouraging professionalism and helping
mentees confirm cducation as a career choice. In the absence of explicit expectations,
teacher candidate development varied considerably across settings. When the teacher can-
didate was required to teach a lesson, mentors would provide feedback, usually verbally and
very dircctive in nature. Mentors answered questions when asked, bul teacher candidates
were hindered by their inability to conceptualize meaningful questions.

The creation of the Developmental Curriculum provided a much sounder and more
ambitious basis for mentoring by clearly defining a set of teacher candidate activities in
the classroom that are fairly simple, low risk, and limited to individuals or small groups of
students. Strategies were developed for involving teacher candidates at the Exploring and
Engaging levels to create the mentoring workshop for early field experiences. Mentors are
shown how to engage teacher candidates in the classroom by assigning them to one-on-one
tutoring, working with small groups of students, or assisting with whole class instruction.
Activities include helping individual students with make up work, sitting near a student
with behavioral issues, assisting individual students with technology, collecting the lunch
count, and providing directions to individuals or the whole class.

The most appropriate co-teaching strategies at the Exploring level recognize that the
mentor teacher still assumes the largest share of the responsibility for instruction. Thus,
the mentor teacher retains the lead role while the tcacher candidate observes or assisis
individual or smail groups of students while using strategies such as One Teach, One
Observe; One Teach, One Assist; and Station Teaching. During One Teach, One Observe
the teacher candidate makes obscrvations of student or teacher behaviors or perlormance
for the purpose of collecting data to answer a particular question, thus providing the
mentor with information he/she would not have otherwise had. During One Teach, One
Assist, the teacher candidate walks around the room, providing assistance to individual
or small groups of students, When engaged with Station Teaching, the teacher candidate
works with a small group of students as they complete a specified task. Station Teaching is
used most often in elementary settings, and the presence of a teacher candidate can often
assist in its smooth functioning,.

Professional development for mentoring at the Exploring level should focus on ways
teachers can engage teacher candidates with P-12 students. At this early stage, mentor
teachers should not hesitate to use coaching strategies that are more directive, as teacher
candidates will need strong guidance. To facilitate the assessment of (eacher candidate
performance, mentor teachers should have a repertoire of quick, easy to administer,
formative, and summative evaluation tools that can be used to provide feedback when faced
with the time constraints that are a hallmark of the carly field experiences, Mentor obser-
vations should focus on candidates’ level of engagement in the classroom, and observation
of teacher candidate dispositions should focus on fundamental attitudes and behaviors
that are critical for professional success, such as attendance, punctuality, responsibility,
initiative, appropriate professional dress, and responsiveness to constructive feedback.

Engaging

Similarly, the Developmental Curriculum for Clinical Experiences clarified expecta-
tions at the Engaging level. At this level, mentors should engage teacher candidates in
activities related to developing and teaching a whole class lesson. The primary goal of
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the mentor teacher should be to involve teacher candidates as fully as possible, foster
their continued development, and provide opportunities to practice complex teaching
behaviors, Examples include creating and leading classroom activities, delivering single
lesson plans, and designing and executing formative assessments. Teacher candidates might
also explain a new classroom routine, design and deliver dilferentiated instruction, and
assume leadership of the class for short periods of time.

During co-teaching at the Engaging level, the mentor teacher is stll taking the lead.
Two co-tcaching strategies that cnable the teacher candidate to work with a subset of
the class are Alternative Teaching and Parallel Teaching. When engaged in Alternative
Teaching, the teacher candidate manages a single group within the class. Examples of
alternative teaching include reviewing a quiz or test with students who needed extra
assistance, re-teaching the previous day’s lesson for a group of students who were ahsent,
providing remediation with the previous day’s homework or lesson for a group of students
who struggled, or pre-teaching the day’s lesson to a group of students. During Parallel
Teaching, the teacher candidate is responsible for teaching half of the class. This arrange-
ment provides an opportunity to offer more attention and more feedback to individual
students,

As part of their professional development at the Engaging level, mentor teachers
should learn how to design a sequence of experiences for their teacher candidates by
applying the Developmental Curriculum for Clinical Experiences to their specific setting.
When coaching teacher candidates or giving feedback at the Engaging level, mentor
teachers should be encouraged to continue providing stwong direction. Assessment at this
level should focus on teacher candidates’ set of emerging skills and a somewhat more
advanced set of dispositions. Examples include effective and appropriate communication,
commilment to reflection, their investment in relationship building, and their willingness
to collaborate with other professionals.

Emerging—Student Teaching

The study findings indicated that mentors conversed with their student teachers
throughout the day, providing them with frequent and ongoing feedback. As a resuli,
mentors and mentees enjoyed much deeper relationships during student teaching than
early field experiences. Consequenty, mentors made a greater commitment to mentoring
their student teachers.

We’re always talking. “Did you sce this over here? This totally didn’t work. What about you?
You know. ... Did you see that? Did you catch that?”’ 8o we have a lot of just that spur of
the moment, whatever is going on talk. And then, in between classes we can kind of sit down
and say, okay, these guys are coming in, this is what I'm planning on doeing. So you know you
get the time during the lesson, which is probably the most valuable. Because that spur of the
minute questions when you can talk and interact are the most valuable stuff because it just
comes up and you’re like, “how are we gonna deal with this?”” And if you have the good ones,
you know, we always talk after school. There’s about a good 15 minutes you can just kind of
sit and kind of debrief and decompress afterwards. (Middle School Physical Education, Rural;
Gut et al., 2014)

Further, mentor teachers were more familiar with the university’s expectations for the
student teaching experience than entry year teaching or early field experiences. The
strategies for mentoring during student teaching varied, but generally included modeling,
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questioning, and directed reflection. Mentors became more directive when handling prob-
lems that required immediate attention, such as inappropriate professional dress, subject
matter errors, or potentally hazardous situations.

At the Emerging level, teacher candidates will have an opportunity for mnore sustained
engagement with students. Examples of teacher candidate activities at the Emerging level
include creating culturally relevant lesson plans and units; designing a unit with multiple
instructional strategies; and using summative assessment data to plan new instruction,
Mentor teachers should provide teacher candidates with opportunities to teach scveral
lessons in one class during consecutive days or an entire unit of instruction in several
different classes.

When co-teaching at the Emerging level, the mentor teacher and the teacher can-
didate reverse roles. The teacher candidate should now be leading during One Teach,
One Observe; One Teach, One Assist; and Team Teaching. The mentor teacher will make
observations, provide individual assistance, and lead small groups. In addition, all of the
other co-teaching strategies are available and can be employed to best serve the needs of the
lesson and the students. The most complex of these is Team Teaching. Implementation of
this co-teaching strategy depends on whether the mentor teacher and the teacher candidate
have developed enough rapport and familiarity with each other to effectively co-plan, co-
teach, and co-assess during an entire unit. Doing that well requires the mentor and teacher
candidate have developed a good relationship and have a good understanding of each
other’s teaching approaches.

At the Emecrging level, tcacher candidates are developing a distinctive style and
approach to teaching, so coaching and feedback is often less directive. Mentors should
ask questions that encourage the teacher candidates to both reflect on and draw conclu-
sions from their thought processes. Performance assessment should focus on the complex
integration of multiple skills and higherlevel dispositions, and there should be an ex-
pectation for higher-level dispositions. Examples include an appreciation that knowledge
includes multiple perspectives, a recognition of stadents’ fundamental need to develop a
sense of selfworth, the belief that all children can learn, a commitment to differentiating
instruction, and a willingness to examine personal biases and prejudices,

Emerging—Intry Year

Interaction time and expectations were also a challenge at the entry year level of
mentoring. Because mentors and entry year teachers do not share a classroom, they spend
less time together than mentors and student teachers. As a result, mentors rarely modeled
their teaching or observed the entry year teacher unless it was a requirement of the
prescribed mentoring program or requested by the entry year teacher. Furthermore, the
entry year teachers in the study did not have the opportunity to co-teach with their mentor
teachers.

Often, mentors were not as familiar with the expectations for entuy year teachers
as student teachers, and subsequenty, reported less confidence in their mentoring. As a
result, they tended to let entry year teacher take the initiative in regards to requesting
a meeting or introducing topics for conversation. Typically, they focused on listening,
offering support, and making suggestions; taking care not to interfere with the entry year
teacher’s plans. When advising mentees, mentors generally took a non-directive, tentative
approach except when responding to specific questions regarding school policies and
procedures.
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I think for the entry year, in my two experiences, it was more encouragement and not giving
up, and helping them in the directions they needed help. I'm not as forward with: an eniry
yvear teacher as 1 may be with the professional intern. With {entry year teachers], I step back
and even though I'd like to say, well, here’s what 1 think, you know. 1 still may question the
same thing ... would you do something differently next time? Or what did you notice about
so-and-so (student)? Flow do you know they were able to grasp the concept? What did they do
that led you to believe it was successful or mastery? (4th grade, Urban; Gut ct al., 2014)

Mentors perceived their role as helping first year teachers to manage the myriad responsi-
bilities associated with teaching and yearlong curricular planning, to establish relationships
with other professionals, and to become familiar with the school policies, practices, and
procedures. In addition, mentors often let induction year teachers take the initiative with
regard to scheduling meetings or introducing topics for conversation, hesitated to provide
feedback that could be perceived as evaluative, and subsequently limited their feedback to
providing emotional support and making noncritical observations. These behaviors can be
problematic if the entry year teacher is struggling but unwilling or afraid to bring attention
to him/herself. Consequently, interaction time between the mentor teacher and the entry
year teacher can be severely limited.

Therefore, professional development for entry year teachers should incorporate inter-
action time into their mentoring programs and show mentor teachers how they can create
time for interacting with the entry year teacher. Further, professional development should
provide strategies for establishing a collegial, long-term relationship with new teachers and
the opportunity to practice having ““difficult’”” or challenging conversations with entry year
teachers in a non-threatening way.

Since mentor teachers are often unclear about expectations for mentoring entry year
tcachers, professional development should also focus on strategies Lo support entry year
teachers with both classroom-related and school-wide issues. At the Emerging level during
the entry year, new teachers will stll be learning about classroom-related issues, such
as facilitating student motivation and classroom management strategies. Examples include
designing 2 multi-unit curriculum, creating a classroom management plan, and developing
a system for calculating and recording grades. Simultaneously, they should be exposed to
school-wide issues related to the school’s politics, policies, and initiatives. Examples would
include keeping records for the main office, becoming familiar with online grading systems,
learning the school’s approach to discipline, and increasing student achievement.

Discussion

To maximize the learning that occurs in the clinical setlings, teacher preparation programs
necd to support teachers by providing a professional development program that fully
recognizes the vitally important role of mentoring. This is especially true for teacher
preparation programs moving to clinically-based teacher education. The purpose of this
articie was to describe one teacher preparation program’s approach to designing and
implementing a mentoring program to support clinically-based teacher education. The
case study presented in this article was intended to serve as a guide for other teacher
preparation programs interested in enhancing their support for mentor teachers,

To further enhance the design of such programs, additional research is needed. For
example, we are currently engaged in three waves of research on mentoring. The first wave
is a series of additional interview studies that examine mentoring specific to the individual
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standards of the teaching profession, such as classroom management and assessment.
As the implementation of extended clinical experiences and professional development
in mentoring stabilizes, conceptually rich studies become more feasible. A second wave
of studies takes advantage of the implementation of extended clinical experiences by
cxamining teacher development in more detail through studics on instructional decision
making, classroom discourse, classroomn management, and assessment. A third wave of
studies examine the impact of increased professional development in mentoring by eval-
uating the impact of the mentoring workshops, and cxamining intcrventions or program
enhancements associated with teacher development, co-teaching, and mentoring.

In addition to research, a vigorous approach to design is needed to create innovatve
programs for supporting mentoring. Conversations around the design of professional
development programs can promote creative approaches to supporting teachers and en-
hancing learning in clinical settings. Currently, we are working with our school partners to
review our mentoring curriculum and provide guidance in linking it to the State Resident
Educator program, the four year induction program for new teachers in the state. We
expect the feedback we receive during this process to lead to further changes in our
mentoring curriculum. For example, we anticipate that the Developmental Curriculun
for Clinical Experiences will continue to evolve and related mentoring strategies will be
adjusted accordingly. As we continue to explore mentoring in the context of a clinically-
based model of teacher education, we expect our awareness of teacher learning and
mentoring to grow exponentially over time and our guidance of teacher learning in clinical
sellings to become far more precise and informed than we can now imagine.
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